fore, is integral to the critical study of media and the social. Importantly, it must be focused on the very cultural and political discourses and institutions which enable and limit our knowledge and experience. That is, we must turn analyses on ourselves by examining how research, researchers' methodological and theoretical choices, or the discourse of university textbooks or course content, construct 'communications,' 'the media,' 'the viewer,' 'literacy,' 'media text analyses,' 'cognitive processes,' etc. (Luke 1990) . A critical media and cultural studies, therefore, must move beyond analyses of how meaning is produced and circulated (i.e., the study of cultural industries) and created (i.e., the study of audiences), and extend to explorations of how individual and corporate sense-making tie in with larger socio-political issues of culture, gender, class, political economy, nation, and power.
Media texts are intrinsic to the commodity &dquo;supersystems&dquo; which persons buy into and which structure their everyday reality, whether through the social practices of mall lounging, playing videogames, watching TV, or the daily semiotic construction of the self (Engelhardt 1986; Kinder 1991 ; Willis 1991 Willis , 1994 . Media, therefore, cannot be studied as social texts independent of their commodity-based popular cultural artifacts, or the cultural practices people organize around both texts and artifacts.
Part of what a critical social and cultural literacy ought to entail, then, is an analysis of how media texts and their spin-off popular cultural com-modides shape our understandings of the world, and position persons to take up various social identities, political and cultural positions. And since the undergraduate liberal arts curriculum aims to provide students with understandings about the relationship between individual and society, a cultural studies pedagogy which tackles issues of positionalities within discourses-in theories, social practices, print and media texts-is eminently suited to a range of disciplinary areas. My focus here, then, is not exclusively on the communications or media studies classroom, but takes a broader perspective to critical media studies which, I argue, encompasses a cross-disciplinary orientation.
I now turn to discuss recent theoretical shifts in social and cultural theory, in feminist theory and pedagogy which provide a renewed framework for arguing for a critical media and cultural literacy and pedagogy (Luke 1994a (Luke , 1994b Lusted 1991; Alvarado and Boyd-Barrett 1992 (Belenky et al. 1986; Bunch and Pollack 1983; Gabriel and Smithson 1990; Lewis, 1993; Luke 1994c ; Luke and Gore 1992; Maher 1987; Mahoney 1988; Middleton 1993;  Pagano, 1990; Stone, 1994; Weiler 1988 
Postmodemisms
Aspects of postmodernist theory relevant to my discussion here fall roughly into three areas: philosophical, cultural, and economic postmodernism. I outline each briefly, mindful that such a brief survey cannot adequately address the complexities of various strands within postmodernist thought. Philosophical postmodernism rejects Enlightenment totalizing theories and cultural 'stories' which, as framed in 'modernist' narratives, explained the world from a centered and privileged position of male power and knowing. Those master narratives historically associated with the supremacy of the white and male bourgeois subject (e.g., high culture and 'art,' objectivity, universalisms, detachment, industrial and military rationality, etc.), have come under the critical scrutiny of both feminist and postmodernist scholars. This strand within postmodernism claims that modernist explanations could only account for all those not marked as white, male, and of European descent, as 'less' and 'other' than the centered object of study of its own theories which spoke to and for those who authored those discourses in the first place.
Like feminist and cultural studies, then, postmodernism rejects the master narratives of modernity and, instead, argues for multiplicity, difference, heteroglossia, and specificity. This focuses theory and political action on local sites, on micro capillaries of power and oppression, and on the multiple differences that characterize specific contexts and persons.
The postmodernist human subject is seen as situated in a collective social body which is constituted through and in differences of identity and location-not sameness. In the media studies classroom, teaching students about the politics of identity formation, difference(s), and reading positions as a prelude to text analysis, can be tied into this epistemological framework with strands in feminism, cultural studies and postmodernism.
Cultural postmodernism views contemporary culture metaphorically as a house of mirrors. Mass media techno-culture of the present is seen as an infinite house of electronic mirror-screens, each deflecting and yet projecting images and symbols of desire and identity on human subjects. The human subject is the 'screen' upon which electronic imageries project symbolic identities, imaginary needs and wants (Grossberg 1984 (Baudrillard 1983 ). For Baudrillard and others, there is no 're.al' dimension to social experience, only 'simulated' experiences and identities. The 'real' time and social relations constructed around watching TV, shopping in malls, constructing an identity through designer labels, or kids playing 'Barbie,' 'Ninja Turtles' or 'Alien,' are simulated experiences which have no concrete referent in the 'real' world. In this regard, the cultural postmodernist position argues that the subject of postmodernity is nothing more than a 'simulacra'-a simulation (Baudrillard 1983 ). The social subject thus is a cultural artifact and bodily-material ground for the inscription and embodiment of mass produced symbolic meanings and the 'tie-in' commodities which make those meanings concrete through purchase and ownership.
To The third theoretical dimension of postmodernism relevant here, is best exemplified by Harvey (1989 Harvey ( ,1991 , Lash (1990) , Lash and Urry (1987) who explain the post-industrial moment as post-capitalism or economic postmodernism. The logic of modern capitalism was based on centralization of human and industrial resources; the logic of postmodern capitalism is based on off-shore and decentralized human and resource investments.
The worker under industrial capitalism invested in life-time specialization of skills whereas the postmodernist worker is &dquo;multi-skilled&dquo; Under modernist capitalism, workers labored under an industrial regime producing the 'hardware' of an industrial economy. Postmodernist capitalism, by contrast, is now widely characterized as an information economy in which the primary object and medium of labor and social relations, is information. In the postmodern age, the 'software' of information is the privileged currency of exchange. And, unlike print, its simulated, soft-and hardware dependent, electronic character makes it highly permeable across time and space. The intensity, globalization, and intertextuality of information regimes (e.g., stockmarkets and banking, entertainment media, advertising) make having information the core commodity of contemporary capitalist logic.
How, then, do these various postmodernist theoretical positions support arguments for media and cultural literacy? One key aspect of postmodernist theory relevant to a media and cultural literacy is the elimination of the high culture/low culture distinction which characterized the study of popular culture and culture industries since the 1930s (see Horkheimer and Adorno 1972) . With the postmodernist turn away from Eurocentric notions of 'high culture' and 'high theory,' academic inquiry-itself a labor of 'high culture' (Bourdieu 1984 )-has finally begun to take serious those mass cultural artifacts and practices which are of daily relevance to most people.
A second important insight of postmodern theory is the shift from centrist and relatively static notions of culture to global, corporate, and electronic culture which is in a constant state of renewal and reinvention.
That is, the acceleration of change in style, 'the look,' and the commodities which enable continuous personal reinvention, is primarily achieved through increasingly globalized and standardized media messages, all of which refer to other sign systems (of status, success, 'in'-groupness). This shift in transferrability and marketability of culture (s) Central to feminist pedagogy are the demystification of the teacherstudent relationship, and the politicization of knowledge (Luke and Gore 1992) . As Gore (1993, 5) (Gray 1992) , telephone or computer networks (Kramarae 1988) , rural women's use of TV (Luke 1993 ), women's viewer communities (Press 1991) (Davis 1992; Reekie 1993; Rose 1993; Spain 1992) . In other words, any current media coverage of housing crises, postmodern architecture, urban blight and suburban sprawl, public safety, public parks, environmentalism and private and public transport, etc. are texts that both illustrate bow current crises in public people management are treated by the media, and yet they can also serve was texts for analyses of the social geographic organization of work, home, leisure, transportation, women, children, and men. How public policy and architectural design is shot through with unexamined assumptions about 'location' (racial-regional segregation), and social and informational relations (e.g., the gendered spaces of office, family home or shopping mall design; the location and design of schools and childcare facilities, and women's use of and relationship to such facilities), could be examined from both a feminist and cultural perspective within a broader public policy, architectural, or urban planning analysis.
Such an approach can provide the kinds of research topics which would appeal to female and male students as well as students of diverse ethnic cultural backgrounds. Rather than assigning the interminable end-of-semester essay, students could be encouraged to give voice to their analysis and their own experience of the politics of location by taking the departmental camcorder on the road to produce short documentaries. Business proprietors and long-time residents in ethnic communities can be interviewed with a view to establishing what is it that makes 'Little Italy,' 'Chinatown' or 'Germantown'? How is ethnic-cultural group and individual identity produced and maintained through the symbolic, economic, and social practices and relations of such cultural enclaves? Does 'cultural tourism' impact on the community and in what ways? How do women perceive their cultural and social needs met by a community?
One need not essentialize gender differences to asssert that girls and boys are socialized early into very different and highly gendered interests through play and games, adult behaviors and expectations organized around the category gender. These differences are as apparent in the university as in the elementary school classroom. It is the educator's political and pedagogical responsibility to acknowledge those socialized differences among her/his students, and to enable multiple pathways of learning which connect student diversity in situated knowledges to the critical and analytic frameworks presented in a course. Consider, for instance, that some male students may well be more interested than women in research on the political economy of media industries, the corporate and representational organization of sports, sports 'heroes' or sportscasters on TV, or the structuring of 'fact' in news, current affairs, and documentary programming. Some women, on the other hand, might well prefer options that enable them to research issues of concern to them such as: the construction of women's discourse in daytime talk shows, soaps or home shopping infomercials; children's programming, advertising and legislation; or children's popular culture, toy, clothing and videogame industry. Relatedly, lesbian and gay students need a speaking and research forum in which to critique homophobia through, for example, analyses of lesbian and gay representations in various media forms (cf. Ellsworth 1988) . In classes with large numbers of international students, readings and assignments can open up debate and research on the globalization of media and popular culture, the conceptual and visual media treatment of 'foreign' nations, the concept of nation, 'development,' racial stereotyping, postcolonial theory, and so forth. Hence, to open up inquiry into areas that are of particular cultural and political interest to students, is a core aspect of femininist pedagogical practice with direct applications to cultural studies and media pedagogy across diverse disciplinary areas.
In sum, feminist theories of representation and recent work in feminist pedagogy provide the conceptual support for analyzing 'voice,' standpoint and authorship, exclusion, inclusion, and marginalization, and the cultural production of 'the popular,' popular sentiment, gendered desires and identities. What is at stake in the pedagogical and theoretical choices teacher-scholars make, is a politics of (student) voice and (textual) authority. Such the ideological culprits, and students the 'duped' viewers who must be emancipated from 'bad habits' and 'incorrect readings' (Williamson 1981 Third, teachers need to take serious and acknowledge students' different readings of and pleasures derived from popular culture while guarding against potential slippage into a vacuous celebration of individual 'taste,' 'pleasure,' or 'personal responses.' As I mentioned above, this is not an easy task since so much of progressive and femininist pedagogies valorize the politics of personal voice and difference. However, the postmodern turn to difference, heteroglossia and heterogeneity does not mean that 'anything goes' (Luke 1992) . What it does mean is that a commitment to social justice and equity principles should guide the media educator's s work in enabling students to come to their own realizations that, say, homophobic, racist or sexist texts or readings, quite simply, oppress and subordinate others. Providing students with theoretically and historically grounded frameworks from which to approach cultural and textual constructs of meaning, gives students the discourse analytic tools with which to interrogate the socio-cultural and historical contingencies of difference, exclusion and marginalization. Student readings, productions, and critical analyses would thereby be framed within a theoretically grounded understanding of the politics of knowledge production. Such theory-grounded critical interrogations should focus not only on media and popular cultural texts, but be turned on the very academic journal and textbook readings we assign students. In short, the discourse analytic skills taught through media and cultural studies can enable students to question wider issues concerning the politics of textual constructs in theories, conceptual categories, disciplinary and empirical givens such as 'science,' 'the family,' 'sexuality,' 'progress,' 'History,' 'discovery,' 'populations,' ' 
